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Abstract 
While intelligence is often posited to be the primary factor contributing to academic achievement, previous studies have 
identified a wider range of contributing factors, including learning motivation, social competence and school anxiety. However, 
studies of links between these factors and academic achievement in primary school remain few and far between, even though 
academic achievement in primary school represents a strong predictor of academic success in later years. Thus, the purpose of the 
present study was to assess the importance of learning motivation, school anxiety, and social competence for academic 
achievement of the first grade pupils. Subjects in the present study were 395 first-graders (172 boys and 223 girls) attending 14 
large schools in the second largest city of Lithuania. Academic achievement in native language and mathematics was measured 
by means of a 5-point Likert scale completed by teachers. Learning motivation was assessed using the 14-item Elementary 
School Motivation Scale developed by Guay et al. (2010). School Anxiety Scale developed by Lyneham et al. (2008) was used to 
measure school anxiety. Social competence was assessed by the 29-item Primary School Social Competence Questionnaire 
developed for the present study. Results revealed that of the three variables studied, social competence was the strongest 
predictor of academic achievement for both boys and girls. There was also a significant negative link between academic 
achievement and school anxiety. Surprisingly, learning motivation was only weakly linked to academic achievement for boys, 
while for girls this link had no significance.  
KEYWORDS: primary school, academic achievement, learning motivation, school anxiety, social competence.  
 
   
Introduction 
 
Academic achievement is understood as learning results. Good academic achievement could be 
defined as pupil’s ability to achieve high learning results, as required by teaching program standards of 
the educational system (Gage, Berliner, 1993). Early learning experiences are closely linked to 
subsequent success experiences in school environment, thus it is important to study factors predicting 
academic achievement of children. Good academic achievement is linked to positive perception of school 
environment, lower experienced stress, better mental health, and lower probability of skipping school or 
dropping out of school altogether in later years. Higher academic results are also linked to better peer 
relationship quality and higher self-esteem (Caprara et al., 2000; Trentacosta, Izard, 2007). Thus, 
academic achievement represents an important indicator of school adjustment.  
Previous studies of academic achievement of children tended to focus on child’s intelligence level 
and characteristics of family environment. Research had shown that academic achievement at school was 
positively linked to child’s intelligence and such family environment characteristics as cognitively 
stimulating environment, higher parental education, support in doing homework, parental aspirations of 
good education and career for their children (Jacobs, Harvey, 2005; Hung, Marjoribanks, 2005). 
It is a popular conviction, that academic achievement is mostly dependent on IQ and motivation to 
learn and achieve. Berhenke et al. (2011) points out that motivation is related to academic achievement 
even when controlling for IQ. It is believed that motivation can lead children to pursue opportunities to 
learn, which is likely to result in increased effort, more practice, faster skill development and ultimately 
higher achievement (Aunola et al., 2006). However, research on motivation in primary school children is 
rare, which may be due to difficulties in assessing motivation at this age (Berhenke et al., 2011). 
Furthermore, results of existing studies of the link between motivation and academic achievement are not 
as unequivocal, as it might be expected. For example, though intrinsic motivation was found predicting 
both classroom grades (e.g. Boiché et al., 2008) and performance on standardized tests (Lepper et al., 
2005), recently McClintic-Gilbert et al. (2013) has failed to find a significant link between intrinsic 
motivation and academic achievement in a sample of middle school pupils. Thus, the link between 
academic achievement and motivation requires further research, particularly in primary school pupils 
population.  
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School-related anxiety is another factor with possible implications for academic achievement. For 
example, a study conducted by Yousefi et al. (2010) on a sample of high school students revealed a 
significant negative link between test anxiety and academic achievement. However, few studies of the 
relationship between anxiety and academic achievement have been conducted with samples of primary 
school children. This may be due to the belief among researchers (e.g. Nyroos & Wiklund-Hörnqvist, 
2011) that school-related anxiety depends on age and primary school pupils are the ones who suffer the 
least of it. Among notable exceptions is a study by Duchesne et al. (2008), which showed that high 
anxiety in elementary school predicted non-completion of high school. Similar results have been obtained 
by Owens et al. (2008). This represents a significant problem, as some estimates suggest that as much as 
20 percent of all primary school students experience some kind of school-related anxiety (Pileckaite-
Markoviene et al., 2006) and this problem seems to be growing in diverse geographical and cultural 
settings (Nyroos & Wiklund-Hörnqvist, 2011). Galla and Wood (2012) suggest that ability to down-
regulate excessive anxiety might help to free up working memory resources required for academic work, 
which in turn might facilitate learning and performance. 
However, learning is also a social process. Thus, in order to understand it, we have to take into 
account communication-related skills of children. This is one of the reasons why research into links 
between social and emotional competence and academic achievement is currently on the rise. 
Investigators of emotional competences of children had found that better emotional skills of children are 
linked to higher academic achievement (Gil-Olarte, Martin, Brackett, 2006; Magelinskaitė, 2008; Mestre 
et al., 2006; Trentacosta, Izard, 2007). 
McClelland et al. (2006) point out that teachers increasingly complain that children come to the 
primary school with different social competence levels, which result in different consequences for their 
academic results. Teachers assert that ability to understand and follow task requirements, self-control, 
attentiveness, ability to cooperate and self-confidence represent one of the most important factors 
contributing towards good academic results. This opinion of teachers had been confirmed by results of the 
research.  
For example, McClelland et al. (2006) found that those children, who had poor learning-related social 
skills (i.e. ability to understand and follow task requirements, behavioral self-control, and ability to 
cooperate) at the end of the kindergarten, also had lower reading and mathematics achievement in the first 
and second grade.  These results are supported by research of Welsh et al. (2001), who found that social 
competence was linked to academic achievement in all primary school grades.  Research by Caprara et al. 
(2000) and Chen et al. (2000) revealed that prosocial skills (including cooperation, sharing, helping, 
friendliness) had a strong positive influence on academic achievement of 8-to-10-year-olds.  In should be 
noted that these studies had been conducted in diverse cultural environments of East and West, thus they 
suggest that the links between social skills and academic achievement are similar across various cultures. 
These results were also supported by  Ponitz and McClelland (2009), who found that better ability to 
concentrate and follow task requirements and higher self-control at the beginning of autumn were linked 
to higher academic achievement in the preschool grade. On the other hand, Elias and Haynes (2008) 
found that low social economic status of a family was negatively linked to social skills of a child, which 
in turn   were linked to lower academic achievement.   
The importance of social skills for academic achievement may be explained in two complementary 
ways: in terms of direct and indirect relationship.  As mentioned earlier, in order to complete educational 
activity appropriately it is important for a child to control own behavior, to remain concentrated on the 
task, to be able to follow rules, cooperate, and have confidence in him/herself. It is thought that good 
social skills allow pupils to achieve better task concentration, resisting various environmental distractions, 
including worries arising in the family and classroom environments (Elias, Haynes, 2008).  
Indirect relationship between social skills and academic achievement may be explained by the fact that 
learning at school takes place in the context of social relationships. Thus, academic achievement of a child is 
in part determined by his/her ability to maintain positive relationships with peers and teachers (Trentacosta, 
Izard, 2007). Social skills are one of the key prerequisites for good interpersonal relationships, thus it is 
believed that social skills help a child to receive assistance from more competent adults and peers in those 
cases, when he or she faces difficulties in learning. Social competent children develop a strong support 
network, which help them achieving better learning results (Caprara et al., 2000; Welsh et al., 2001). 
Furthermore, social competent children are sensitive to both own needs and those of their communication 
partners. Interest in others expressed by socially competent children stimulates similar response, which may 
be used for seeking academic assistance (Chen et al., 2000). Thus, good relationships with peers may be 
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used for obtaining help when faced with academic difficulties, may promote positive attitudes towards 
school and stimulate interest in academic tasks, as well as higher achievement motivation. Children, who get 
along with teachers well, have better chances for receiving positive and useful feedback about their 
academic performance and getting assistance in performing difficult tasks. On the other hand, inadequate 
social behavior in class leads to conflict with a teacher, which results in tension for a child and has negative 
effect on academic achievement (Duncan et al., 2007). 
Thus, it may be seen that child’s social skills is an important factor affecting academic achievement 
in different ways. This is also supported by conclusions of one academic achievement improvement 
program, which state that an academic achievement becomes more effective, if academic and social skills 
of children are developed concurrently (Welsh et al., 2001). 
To summarize, the research results available to date suggest that learning motivation, school anxiety, 
and social competence are all relevant factors in predicting academic achievement. However, to date no 
studies have been conducted assessing their relative importance among primary school pupils.  
 
Methods and Methodologies 
 
Participants and Procedure 
Participants were 395 children (172 boys and 223 girls) attending the 1st grade (modal age 7 years). 
The study was conducted in 14 big schools located in the second largest city in Lithuania. Recruitment of 
subjects entailed participating class teachers in distributing information letters and consent forms to 
parents via children’s take-home folders. Overall participation rate was 46.3%. Children were not 
excluded based on ethnicity, age, socioeconomic background, or any other factor; all students were 
eligible to participate in the study. 
Class teachers completed questionnaires assessing academic achievement, social competence and 
school anxiety of participating pupils. Children completed a questionnaire assessing their learning 
motivation. As all children had sufficient reading skills and attention spans to answer the necessary 
number of questions, written questionnaires were distributed to children in small groups of up to 6 
children in each. Children completed the questionnaire under supervision of the principal investigator.  It 
took about 20 minutes for children to complete the questionnaire.  
 
Measures 
Academic Achievement 
Academic achievement was measured assessing performance in native language (Lithuanian) and 
mathematics. As different schools use different grading systems, all teachers were asked to assess 
mathematics and native language knowledge on the 5-point Likert scale (from 1 = poor to 5 = excellent).   
Social Competence 
Teachers rated social competence of pupils on the 29-item Primary School Social Competence Scale 
(PSSCS) developed for the present study. The scale was developed on the basis of three instruments: the 
Social-Emotional Readiness Scale of the Early Development Instrument created by Janus and Offord 
(2007); Social Emotional School Readiness Scale developed by Bustin (2007), and the Social 
Competence Inventory developed by Rydell et al. (1997). While all of the aforementioned instruments 
overlap significantly, each tends to overlook some significant aspects of social competence. Furthermore, 
when used with young children, some items tend to show the ceiling effect and hence fail to differentiate 
between children with high and low social competence. Thus for the present study we selected those 
items, which comprehensively cover all important aspects of social competence and do not show the 
ceiling effect. Sample items are “Is able to find solutions or compromises when involved in a conflict”, 
“Is liked by his/her peers”. Teachers were asked to score items on 6-point Likert scale (1 = very rarely to 
6 = very often). The 29-item instrument displayed excellent reliability (Cronbach α = 0.943).  
School Anxiety 
School anxiety of children was measured by the School Anxiety Scale (SAS) developed by Lyneham 
et al. (2008). This scale was completed by teachers. Results of a pilot study had shown that some items 
tend to show ceiling effect, thus for the present study 12 out of the 16 original items were used. Sample 
items are “This child speaks only when someone asks a question of him/her” and “This child worries 
what other people think of him/her”. Items were rated on a 4-point Likert scale (1 = very rarely/never to 4 
= very often). The scale had reliability (Cronbach α = 0.878). 
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Learning Motivation 
Learning motivation was measured using a scale created on the basis of the Elementary School 
Motivation Scale (ESMS) developed by Guay et al. (2010). The original scale had 27 items assessing 
internal motivation, identified regulation, and controlled regulation for reading, writing, and mathematics, 
but again our pilot study showed that a significant number of items are affected by the ceiling effect. 
Removal of such items resulted in the 14-item scale. Sample items are “I read even when I don’t have to” 
and “Writing interests me a lot”. Items were rated on a 3-point Likert scale (1 = never to 3 = very often). 
The shortened version of the scale proved to be very reliable (Cronbach α = 0.826). 
 
Results  
 
Descriptive Statistics 
 
Table 1 provides the means and standard deviations for the study variables. Independent samples t-tests 
(table 2) revealed no differences between girls and boys on total academic achievement, school anxiety 
and mathematics motivation. However, statistically significant gender differences were found in native 
language achievement – girls scored better than boys did. It was also found that social competence, 
reading motivation, writing motivation, and total motivation of girls were higher than those of boys. 
Insofar significant gender differences were found on a number of variables, links between variables will 
be calculated separately for boys and girls.   
 
Table 1. Descriptive Statistics 
 
Variables N Minim
um 
Maximum Mean Standard 
Deviation 
Mathematics achievement  395 1 5 4,18 0,88 
Native language achievement 395 1 5 4,05 1,01 
Total academic achievement 395 2 10 8,22 1,8 
Social competence 395 75 174 136,6 23,21 
School Anxiety 395 12 46 24,95 7,24 
Total learning motivation 395 21 42 34,11 5,09 
Mathematics motivation 395 5 15 12,25 2,25 
Reading motivation 395 4 12 9,7 1,57 
Writing motivation 395 6 15 12,09 2,19 
 
 
Table 2. Gender Differences in Study Variables  
 
Variables N Mean Standard Deviation t p 
boys 4,16 0,941 Mathematics achievement  
girls 4,20 0,836 
-0,385 0,700 
boys 3,92 1,098 Native language achievement 
girls 4,14 0,946 
-2,084 0,038 
boys 8,08 1,93 Total academic achievement 
girls 8,33 1,70 
-1,358 0,175 
boys 131,2
9 
25,77 Social competence 
girls 140.7
0 
20,14 
-3,950 0,000 
boys 25,66 7,12 School Anxiety 
girls 24,41 7,30 
1,710 0,088 
boys 33,18 5,45 Total learning motivation 
girls 34,83 4,69 
-3,160 0,002 
boys 12,19 2,39 Mathematics motivation 
girls 12,29 2,14 
-0,443 0,658 
boys 9,44 1,66 Reading motivation 
girls 10,01 1,45 
-3,544 0,000 
boys 11,54 2,42 Writing motivation 
girls 12,52 1,90 
-4,352 0,000 
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Relationships Between Academic Achievement Learning Motivation, School Anxiety  
And Social Competence 
For boys strong positive correlation was found between social competence and mathematics, native 
language, and total achievement. Also, school anxiety was found to have significant negative relationship 
to all types of achievement. With the regard to motivation, reading motivation was significantly positively 
related to native language achievement, mathematics achievement, and total achievement. Writing 
motivation had not significant relationship with mathematics, native language or total achievement. 
However, mathematics motivation was significantly related to mathematics achievement, but not to native 
language or total achievement (see Table 3).   
 
Table 3. Relationship Between Academic Achievement Learning Motivation, School Anxiety And Social 
Competence – Boys  
 
Variables Mathematics 
achievement 
Native language 
achievement 
Total achievement 
Social competence 0,465** 0,463** 0,488** 
School Anxiety -0,155* -0,178* -0,176* 
Mathematics 
motivation 
0,190* 0,091 0,144 
Reading motivation 0,177* 0,198** 0,198** 
Writing motivation 0,081 0,66 0,077 
Total learning 
motivation 
0,174* 0,130 0,158* 
Correlation is significant at the 0.01 level (2-tailed).** 
Correlation is significant at the 0.05 level (2-tailed).* 
 
Table 4 shows links between academic achievement and learning motivation, school anxiety, and 
social competence for girls. Results of the study revealed strong positive correlation between social 
competence and mathematics, native language, and total achievement. Same as for boys, school anxiety 
had significant negative correlation with total achievement, mathematics achievement and native 
language achievement. However, no significant relationship was found between learning motivation and 
achievement.  
 
Table 4. Relationship Between Academic Achievement Learning Motivation, School Anxiety And Social 
Competence – Girls  
 
Variables Mathematics 
achievement 
Native language 
achievement 
Total achievement 
Social competence 0,540** 0,535** 0,564** 
School Anxiety -0,291** -0,259** -0,287** 
Mathematics 
motivation 
0,048 0,033 0,042 
Reading motivation -0,028 0,047 0,013 
Writing motivation -0,057 -0,044 -0,055 
Total learning 
motivation 
-0,010 0,010 0,001 
Correlation is significant at the 0.01 level (2-tailed).** 
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In order to establish joint predictive value of gender, learning motivation, school anxiety, and social 
competence for academic achievement, linear regression was performed. Regression equation was 
calculated using the stepwise method, when first to be included in the equation is the independent variable 
with the highest correlation with the dependent variable and subsequent variables are included into the 
equation in the order of descending correlation, under the condition that the resulting R2 change is 
statistically significant. The regression equation included those variables, which were found to be 
significantly related to total academic achievement for either boys or girls. Thus, the regression was 
performed using gender, reading motivation, mathematics motivation, school anxiety, and social 
competence as independent variables.  
  
Table 5. R2adj Charakteristics Of The Regression Equation Including Total Academic Achievement As the 
Dependent Variable and Social Competence, School Anxiety, And Learning Motivation As Independent 
Variables  
 
Change Statistics Model R R Square Adjusted R 
Square 
Std. 
Error of 
the 
Estimate
R Square 
Change 
F Change df1 df2 Sig. F 
Change 
1 ,524a ,275 ,273 1,54224 ,275 149,143 1 393        ,000
2 ,543b ,294 ,291 1,52352 ,019 10,720 1 392 ,001
3 ,550c ,303 ,298 1,51613 ,009 4,828 1 391 ,029
a. Predictors: (Constant), social competence 
b. Predictors: (Constant), social competence, reading motivation 
c. Predictors: (Constant), social competence, reading motivation, school anxiety 
 
 
The regression revealed that three variables were significant predictors of total academic achievement 
– social competence (β = 0,503, t=11,39, p < 0.001), reading motivation (β = 0,139, t=3,27, p = 0.001) 
and school anxiety (β = -0,097, t=-2,19 p = 0.029). On the other hand, mathematics motivation (β = 
0,064, t=1,31 p = 0,188) and gender (β = -0,072, t=1,63 p = 0,103) had no unique significance in 
predicting variance of academic achievement.  
Three variables included in the equation explained 29,8 % of the variance (see Table 5). Social 
competence explained 27,5 % variance in academic achievement, mathematics motivation contributed 
additional 1,9%, while school anxiety contributed only 0,9% of additional variance towards explanation 
of academic achievement.  
 
Discussion 
 
The most important result of the present study is the overarching significance of social competence to 
academic achievement among the first grade pupils. Taking into account, that contribution of IQ to 
academic achievement was not assessed in the present study, the amount of variance in academic 
achievement explained by social competence – over one forth of all variance – is very impressive indeed.  
While the strength of this link is impressive, the link itself is not surprising. After all, numerous 
previous studies had found significant positive links between social competence and academic 
achievement (e.g. Magelinskaitė, 2008; Mestre et al., 2006; Trentacosta, Izard, 2007). The significant part 
of this link might be relationship with a classroom teacher – a socially competent child develops better 
relationship with a teacher, which in turns results in higher academic achievement both directly (by 
means of more attention and more personal instruction) and indirectly (due to favoritism). Indeed, a 
recent study has found a significant link between relationship with a teacher and academic achievement in 
a sample of Lithuanian first-graders (Magelinskaite & Legkauskas, 2012).  
A bit unexpected was the low importance of learning motivation for academic achievement. In 
contrast to Mucherah and Herendeen (2013), who found no differences in reading motivation between 
boys and girls, girls in our sample tended to have higher motivation. However, the there was no 
significant links between learning motivation and academic achievement for girls, while for boys some 
links proved to be significant. Furthermore, only reading motivation showed some predictive value in 
explaining total academic achievement for the total sample and the predictive power of reading 
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motivation was much lower than that of social competence. This finding runs contrary to those of 
Mahyuddin et al. (2009), who found that academic achievement was linked to achievement motivation, 
but not to emotional intelligence, a construct similar to social competence. The results support the 
observation of Mucherah and Herendeen (2013), who point out that motivation may have different links 
to academic achievement in different cultures.  
Indeed, this result opens wider the discussion on the importance of motivation for academic 
achievement at different stages of the educational system. Results to date are contradictory. For example, 
Chan et al. (2012) found that intrinsic motivation predicted academic achievement in a sample of 
secondary school students. On the other hand, McClintic-Gilbert et al. (2013) were surprised to find that 
academic achievement was negatively related to extrinsic motivation and unrelated to intrinsic motivation 
in a sample of middle school students.  
One interpretation of these results may rest on the nature of learning in the primary school. 
Environment and activities in the primary school are relatively highly structured, children do not have 
many choices to make, while the tasks faced by them do not require particularly high abilities or much 
effort. The structure of learning activities leaves little room for motivation to play its part. Furthermore, 
first graders are usually distinguished by higher motivation than older pupils. This interpretation is 
supported by the finding of the present study, that motivation had no significant links to academic 
achievement for girls, who had higher motivation than boys did. The fact that only reading motivation 
was significant in the regression equation also points out to the peculiarity of the first grade – it is the 
reading, which is the most prominent achievement envisaged and sought after by a young child.  
School anxiety was significantly negatively correlated with all kinds of academic achievement for 
both boys and girls. This corroborates findings by Nyroos and Wiklund-Hörnqvist (2011) obtained in a 
sample of primary school pupils in Sweden. While anxiety displayed by boys and girls in the present 
study did not differ significantly, girls’ anxiety had stronger negative links with academic achievement, 
than that of boys. Thus, girls seem to be more susceptible to negative impact of anxiety, than boys are.  
It should be noted that while significantly correlated with academic achievement, anxiety made just a 
small contribution towards predicting academic achievement in the regression equation. It seems that 
school anxiety shares significant variance with social competence and it is the social competence (or lack 
of it), which results in higher school anxiety and lower academic achievement.  
 
Conclusions 
 
1. Academic achievement in the first grade is significantly positively related to social competence and 
significantly negatively related to school anxiety.  
2. While there are no statistically significant gender differences in learning motivation, links between 
academic achievement and learning motivation are different for boys and girls. For boys reading 
motivation is significantly related to academic achievement, while for girls no such significant link exists.  
3. Social competence has a strong predictive power on academic achievement in the first grade. 
School anxiety and reading motivation also make significant contributions, but those are much smaller 
than that made by social competence.  
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EINFLUSS DER LERNMOTIVATION, SCHULISCHER RUHELOSIGKEIT UND 
SOZIALER  KOMPETENZ AUF AKADEMISCHE LEISTUNGEN DER ERSTKLÄSSLER 
 
Šarūnė Magelinskaitė-Legkauskienė, Albina Kepalaitė, Visvaldas Legkauskas 
 
Zusammenfassung  
 
Obwohl  Intelligenz oft zu dem für den akademischen Lernerfolg entscheidenden Faktor gezählt wird, wurden 
bei den früheren Studien über akademische Leistungen der Schüler in der Grundschule mehrere Faktoren 
festgestellt, die Bedeutung für den akademischen Lernerfolg haben, darunter Lernmotivation, schulische 
Ruhelosigkeit und soziale Kompetenz. Berhenke et al. (2011) weist darauf hin, dass Motivation  sogar beim 
kontrollierbaren Einfluss des IQ in Verbindung zu akademischen Leistungen steht. Die Motivation kann die Kinder 
zur Nutzung der Lernmöglichkeiten fördern, was bedeutet, dass Kinder sich mehr Mühe geben, mehr 
Praxiserfahrung sammeln, schneller ihre Fähigkeiten ausbauen und all das führt letztendlich zu höheren 
akademischen Leistungen (Aunola et al., 2006). Leider wird die Motivation der Grundschüler kaum untersucht, da 
die Motivation in dem Alter schwer zu messen ist (Berhenke et al., 2011).  
Der Einfluss der Ruhelosigkeit auf die akademischen Leistungen wurde in der Studie von Duchesne et al., 
(2008) festgestellt. Die Ergebnisse zeigten, dass große schulische Ruhelosigkeit lies es vorherzusagen, dass die/der 
Jugendliche die Abitur nicht schafft. Galla und Wood (2012) behaupten, dass die zum Lernen notwendigen 
Kurzzeitgedächtnisressourcen durch die Bändigung von schulischer Ruhelosigkeit befreit werden können, was den 
Lernprozess erleichtert und zur Erzielung besserer Lernergebnisse führt.  
Zahlreiche Studien zeigen, dass die akademischen Leistungen in der Grundschule ebenso in Verbindung  zu 
sozialer Kompetenz stehen (Elias & Haynes, 2008; Magelinskaitė, 2011; McClleland et al., 2006). McClelland et al. 
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(2006), zum Beispiel, stellte fest, dass die Kinder, die beim Abschluss des Kindergartens schwächere lernbezogene 
soziale Fertigkeiten hatten (die Fähigkeit zuzuhören und die Anforderungen der Aufgabe zu verstehen, 
Verhaltensselbstkontrolle,   Fähigkeit der Zusammenarbeit), zeichneten sich  in der ersten und der zweiten Klasse 
durch  schwache akademische Leistungen im Lesen und in der Mathematik aus.  Dei Studie von Ponitz und 
McClelland (2009) ergab, dass bessere Fähigkeiten der Kinder in der Vorschulklasse, sich zu konzentrieren und den 
Anforderungen der gestellten Aufgabe nachzufolgen, sowie Selbstkontrolle zum Herbstanfang mit besseren 
akademischen Leistungen im Frühjahr sich verbinden ließen. 
Das Ziel der Studie ist die Auswertung der Verbindung der sozialer Kompetenz, der Lernmotivation, 
schulischer Ruhelosigkeit der Erstklässler zu akademischen Leistungen.  
Für die Studie wurden folgende Hypothesen formuliert: 
1. Die Lernmotivation und soziale Kompetenz sind in positiver Verbindung zu den akademischen Leistungen 
der Erstklässler.   
2. Die schulische Ruhelosigkeit steht in der negativen Verbindung zu den akademischen Leistungen der 
Erstklässler. 
3. Die Bedeutung und Auswirkung der Lernmotivation auf die akademischen Leistungen der Erstklässler ist 
größer als die der sozialen Kompetenz bzw. der schulischen Ruhelosigkeit.  
An der Studie nahmen  395 Erstklässler (172 Jungen und 223 Mädchen) im Durchschnittsalter von 7 Jahren teil. 
Die Studie wurde an vierzehn großen Schulen in der zweitgrößten Stadt Litauens durchgeführt. Die Teilnahme an 
der Studie bewilligten 46,3 % der Eltern, die schriftlich wegen der Teilnahme ihrer Kinder an der Studie 
angesprochen wurden. Die Klassenlehrerinnen füllten die ausgearbeiteten Fragebögen über soziale Kompetenz, 
schulische Ruhelosigkeit der Kinder aus und präsentierten die Bewertung der akademischen Leistungen der Kinder. 
Die Kinder füllten die Fragebögen über eigene Lernmotivation aus. Die Kinder füllten die Fragebögen in kleinen 
Gruppen aus unter Aufsicht des Studienautors.  
Die Auswertung der akademischen Leistungen beinhaltete die Bewertungen in den Fächern Litauische Sprache 
und Mathematik. Die Lehrerinnen bewerteten auf einer Fünf-Punkte-Skala von Likert (von 1 = „schwach“ bis 5 = „sehr 
gut“). Die soziale Kompetenz wurde nach 29 Punkten der von den Klassenlehrerinnen über jedes Kind ausgefüllten für 
die Studie ausgearbeiteten „Skala über soziale Kompetenz in der Grundschule“ bewertet. Die Zuverlässigkeit der Skala 
Cronbach α = 0.943. Die schulische Ruhelosigkeit wurde nach der von Lyneham et al. (2008) ausgearbeiteten „Skala 
über schulische Unruhe“ ausgefüllt und von Klassenlehrerin bewertet. Die Zuverlässigkeit der Skala Cronbach α = 
0.878. Die Lernmotivation wurde nach  der „Skala über die Motivation in der Grundschule” bewertet, ausgearbeitet 
von Guay et al., (2010). Die Zuverlässigkeit der Skala Cronbach α beträgt 0,83. Dabei handelt es sich um ein 
Werkzeug, das aus 14 Angaben zum Ausfüllen durch die Kinder selbst besteht. Nach dem ausgefüllten Fragebogen 
wird die Lernmotivation im Lesen, Schreiben und in der Mathematik ausgewertet. 
Die Ergebnisse der Studie zeigten, dass die soziale Kompetenz sowohl in den Jungengruppen als auch in den 
Mädchengruppen einen positiven Einfluss auf die akademischen Leistungen hat sowohl im Allgemeinen (r=0,488, 
p<0.001 für Jungen; r=0,564, p<0.001 für Mädchen), als auch getrennt nach Fach Litauische Sprache (r=0,463, 
p<0.001 für Jungen; r=0,535, p<0.001 für Mädchen) und Fach Mathematik (r=0,465, p<0.001 für Jungen; r=0,540, 
p<0.001 für Mädchen).  
Während der Studie wurde festgestellt, dass die schulische Ruhelosigkeit in den Jungen- und Mädchengruppen 
einen negativen Einfluss hat sowohl auf die akademischen Leistungen allgemein (r=-0,176, p=0,021 für Jungen; r=-
0,287, p<0.001 für Mädchen), als auch getrennt nach Fach Litauisch (r=-0,178, p=0.020 für Jungen; r=-0,259, 
p<0.001 für Mädchen) und Fach Mathematik (r=-0,155, p=0,042 für Jungen; r=-0,291, p<0.001 für Mädchen).  
Bei der Auswertung der Verbindung der akademischen Leistungen zu der Lernmotivation in der Jungengruppe 
wurde eine positive Verbindung der Lesemotivation sowie zu den Lernleistungen allgemein (r=0,198, p=0.009), als 
auch zu Lernleistungen im Fach Litauisch (r=0,198, p=0,009) und im Fach Mathematik  (r=0,177, p=0,020) getrennt 
festgestellt. Unterdessen wurde bei der Mathematik-Motivation eine positive Verbindung mit den Lernleistungen in 
der Mathematik festgestellt (r=0,190, p=0.009), aber nicht im Fach Litauisch (r=0,091, p=0,234) bzw. nicht im 
Allgemeinen (r=0,144, p=0,060). Die Schreibmotivation dagegen ist keinesfalls statistisch relevant  für die 
Lernergebnisse allgemein (r=0,077, p=0,318) sowie für die Lernergebnisse getrennt im Fach Litauisch (r=0,066, 
p=0,391) bzw. im  Fach Mathematik (r=0,081, p=0,291). In der Mädchengruppe wurden keine relevante 
Korrelationen zwischen Lernmotivationen und Lernergebnissen allgemein festgestellt. Keine relevante 
Korrelationen wurden ebenfalls getrennt zwischen Lesen, Schreiben und Mathematikmotivation bzw. 
Lernergebnissen im Fach Litauisch und im Fach Mathematik getrennt festgestellt.  
Nach der Durchführung der linearen Regressionsanalyse wurden drei Variablen festgestellt, die signifikanten 
Einfluss auf die Prognosen hatten: soziale Kompetenz (β = 0,503, t=11,39, p < 0.001), Lesemotivation (β = 0,139, 
t=3,27, p = 0.001) und schulische Ruhelosigkeit (β = -0,097, t=-2,19 p = 0.029). Die Mathematik-Motivation (β = 
0,064, t=1,31 p = 0,188) und das Geschlecht (β = -0,072, t=1,63 p = 0,103) hatten unterdessen keinen signifikanten 
Einfluss bei der Prognose der Varianz der akademischen Leistungen.  Die drei Variablen in der Gleichung lieferten 
Erläuterungen für 29,8 % von der Varianz. Der Variable Soziale Kompetenz erläuterte 27,5 % der Varianz der 
Lernleistungen, der Variable Motivation für Mathematik erläuterte zusätzlich 1,9% der Varianz der akademischen 
Leistungen. Die schulische Ruhelosigkeit lieferte dagegen zusätzlich lediglich 0,9% der Varianz der Leistungswerte. 
 
